Explicit instruction on the text structures cause-and-effect and compare-and-contrast to improve fifth grade students\u27 comprehension of expository texts on social studies by Swanson, Catherine
Cardinal Stritch University
Stritch Shares
Master's Theses, Capstones, and Projects
7-2-2013
Explicit instruction on the text structures cause-
and-effect and compare-and-contrast to improve
fifth grade students' comprehension of expository
texts on social studies
Catherine Swanson
Follow this and additional works at: https://digitalcommons.stritch.edu/etd
Part of the Education Commons
This Graduate Field Experience is brought to you for free and open access by Stritch Shares. It has been accepted for inclusion in Master's Theses,
Capstones, and Projects by an authorized administrator of Stritch Shares. For more information, please contact smbagley@stritch.edu.
Recommended Citation
Swanson, Catherine, "Explicit instruction on the text structures cause-and-effect and compare-and-contrast to improve fifth grade
students' comprehension of expository texts on social studies" (2013). Master's Theses, Capstones, and Projects. 336.
https://digitalcommons.stritch.edu/etd/336
Running head: EXPLICIT INSTRUCTION ON TEXT STRUCTURE 
Explicit Instruction on the Text Structures Cause-and-Effect and Compare-and-Contrast to 
Improve Fifth Grade Students' Comprehension of Expository Texts on Social Studies 
By 
Catherine Swanson 
A Graduate Field Experience 
Submitted in Partial Fulfillment of the 
Requirements for the Degree of 
Master of Arts 
Language and Literacy 
At Cardinal Stritch University 
Milwaukee, Wisconsin 
2013 
1 
Running head: EXPLiCiT iNSTRUCTiON ON TEXT STRUCTURE 
This Graduate Field Experience 
for Catherine Swanson 
has been approved for Cardinal Stritch University by 
2 
(Advisor) 
(Date) 
Running head: EXPLICIT INSTRUCTION ON TEXT STRUCTURE 3 
Abstract 
In an extension of research on the effectiveness of explicit instruction to increase student 
comprehension (Williams, 2005), the present study examined the role of text structure awareness 
in the recall of content related information of two expository text types: cause-and-effect and 
compare-and-contrast. The researcher hypothesized that explicit instruction on text structure 
awareness would increase fifth grade students' comprehension of social studies texts. Twenty-
seven fifth graders participated in this study. Data collection and analysis focused on the 
participants' main idea summaries of social studies text, content area quizzes, and informal 
reading inventory. The results revealed that explicit modeling of text structure awareness, the use 
of visual representations, and a release of responsibility, increased students' recall of information 
within a social studies text. However, the results did not indicate a significant difference in 
overall comprehension of expository texts with other types of text structures. Finally, 
recommendations for further research were presented. 
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CHAPTER ONE: INTRODUCTION 
Three changes in our culture are directly impacting content area literacy instruction: 
standardized-tests, technology, and standards-based education (Moss, 2005). According to 
Moss, the 21st century skills required to participate in the workforce, such as problem solving 
and thinking critically, demands that the elementary curriculum reinvent itself. Simply reading 
familiar, narrative texts, will not prepare learners for the real world. Therefore, content area 
literacy requires more attention. One component of the demanding reading process is 
comprehension. Comprehension requires focused attention and invites readers to think critically 
about the written words. ,The International Reading Association stated that understanding the 
meaning of text is the ultimate goal of reading (International Reading Association, 2013 ). 
Reading comprehension, off all types of text, is very important to the development of children's 
reading skills. Using an array of text types to integrate content learning with literacy is the first 
step to educational reform. 
Currently, the expectations of adolescent students to comprehend complex content are 
greater than ever before. Unfortunately, national trends indicate that students are not making 
significant gains, even with new prevalent research. The Nation's Report Card™, which 
provided data on more than 178,000 fourth-graders in a 2009 National Assessment of 
Educational Progress (NAEP) in reading, analyzed student responses to questions designed to 
measure reading comprehension. The report concluded that since 2007, fourth-graders did not 
make gains (National Center for Education Statistics 2009). 
The Common Core State Standards initiative within the United States, which has brought 
state curriculum into alignment following the idea of standards-based education (20 12), states 
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that the time to change reading instruction is now. According to current research, the CCSS will 
expect text complexity to increase in all grade levels and additionally, will expect all content 
areas to teach literacy? (Gills, Wang, Smith, & Johnston, 2013). Currently, most secondary 
schools are not using complex texts and, therefore, high school graduates are not prepared for 
college and career texts. Furthermore, the American fourth-grade cohort is not reaching 
proficiency on the National Assessment of Educational Progress (National Center for Education 
Statistics 2009). These problems at the national level require an increase in text complexity, as 
well as appropriate instruction necessary to support the developing reader. 
Connection to Research 
One specific reading strategy to increase reading comprehension is identifying text 
structure. The structure, or organization of the text, is the arrangement of ideas and the 
relationships among the ideas (Armbruster, 2004). Understanding the structure allows the reader 
to have a plan before the reading process begins. Additionally, understanding the overall 
structure promotes awareness and retention. Each type of text requires different skills and 
strategies to reach comprehension. The problem with informational texts is the increasingly 
difficult content and the organization of the information. The CCSS requires upper elementary 
students to understand the text structure of informational texts, or the organization of the written 
work. Such structures include cause and effect, compare and contrast, problem solution, 
sequencing, and descriptive. 
When students reach third grade, the demands on reading begin to shift. Prior to third 
grade, teachers focused primarily on decoding and fluency (Best, Floyd, & Mcnamara, 2008). 
Changes in reading requirements propose a significant challenge for students. Students are 
moving beyond narrative texts to expository texts, in order to learn science and social studies 
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materials (Bowen, 1999; Snow, 2002). This shift results in more elementary-school students 
having difficulty with comprehending expository texts. The organization of the narrative text 
differs from expository texts. Since text comprehension is improved when students can 
recognize the underlying structure of text (Williams, 2005), explicit instruction on expository 
text structure is necessary to promote comprehension. 
Rationale 
8 
Within my teaching practice, I have observed students struggling with comprehending 
expository texts. I have determined that this is a result of teacher instruction, or lack thereof. I 
have focused most of my reading instruction on narrative text. The structure, or organization, of 
nanative texts is easy to follow: a character has a goal but there is a struggle and therefore the 
character finds strength within to reach the goal. In contrast, the expository text structure 
depends on the content. The structure may be written as cause-and-effect, compare-and-contrast, 
sequence, descriptive, or problem solution. The Common Core State Standards changed my 
perspective on reading instruction at the elementary level. As a result of the Common Core State 
Standard initiative, accountability and rigor increased. With the national findings, personal 
experience within the classroom, as well as the recent trend in education to push the Common 
Core State Standards, I became more and more interested in reading comprehension of 
expository texts. 
While I believe there are other skills necessary to become a life-long reader, such as the 
personal connection and joy of reading, I understand the necessity of explicit instruction of 
strategies needed to reach comprehension. Informational texts provide many challenges, such as 
new vocabulary and new content. If a reader has little existing schema of the new content and 
struggles to organize the excess of new knowledge, comprehension is incredibly difficult. More 
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specifically, I have observed many students struggle with comprehending social studies content. 
Generally, students have disliked social studies and found the material to be boring and 
uninteresting. This is partly due to the difficult textbook and lack of instruction on how to 
comprehend the text. The textbook readability was above grade level and students struggled to 
comprehend the material. Specifically, the text structure was complicated and students at the 
fifth grade level struggled with understanding the organization of the written work. 
9 
As the administrative staff within my school district began to expect teaching to revolve 
around the CCSS, I noticed more emphasis on reading instruction of informational texts. The 
core subject, social studies, naturally invites readers to study informational texts with the purpose 
of learning new content. Therefore, I can model strategies necessary to understand informational 
texts revolving around social studies themes. According to the CCSS, students are expected to 
compare and contrast the overall structure in two or more texts. Reading in content area courses 
is an expectation of all teachers, kindergarten through 1 ih grade. Therefore, as expectations 
increase and student comprehension of expository texts becomes more prevalent in our 
classrooms, I found it necessary to research this particular topic. I have decided to focus on 
comprehension of American History texts within my fifth grade classroom. 
Review of the Methodology 
I currently work within and school district with 14 elementary schools. The school I work 
for is the largest, with a total of 658 students. Sixteen of the twenty-four teachers have a M.A. 
Degree from various accredited universities. A majority of our students are Caucasian. We have 
a small population of Latino/ a, Asian, and African American. Our school has instructional aides 
at all grade levels or work explicitly with interventions. My fifth grade classroom consists of27 
students. A majority of my students are Caucasian and live within the surrounding suburbs. I 
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have no English Language Learners, or students receiving special education service. No students 
within my class receive free or reduced lunch and all the parents are highly involved. There are 
15 female students and 12 male students, ranging from 1 0-11 years of age. Fifty-eight percent of 
the students are within the 80% range or above on the Measures of Academic Progress (MAP), 
an assessment that was designed based on research and the CCSS that adapts to the child in real-
time as the test progresses. (Northwest Evaluation Association, 20 13) 
Research Questions 
The question that resulted from my classroom observations and research is: Will explicit 
instruction on the text structures cause-and-effect and compare-and-contrast improve fifth grade 
students' comprehension of informational texts in a fifth grade social studies classroom. Through 
this study I hope to identify effective instructional strategies to supports students' comprehension 
of expository texts. 
Conclusion 
According to theN ational Reading Panel (20 12) the research of reading comprehension 
includes three themes: vocabulary instruction should be taught directly and indirectly, 
comprehension is an active process that requires interaction between the reader and text, and 
teachers need to be prepared to better support developing readings as they apply comprehension 
strategies (National Reading Panel, 2012). With the national findings, my personal experience 
within the classroom and my course work, as well as the current trend in education to push the 
Common Core State Standards (CCSS), I conducted a study to increase my understanding of 
strategies to increase comprehension of informational texts. The next chapter outlines the 
research supporting my hypothesis that text structure awareness increases student comprehension 
of informational texts . 
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CHAPTER TWO: REVIEW OF THE LITERATURE 
The complexity of the reading process requires active participation from the reader. The 
complexity of internalizing text, specifically expository text to teach social studies content, is an 
intricate process. Secondary teachers are reporting that students are ill-equipped to comprehend 
textbooks designed for proficient. Specifically, the percentage of high school seniors performing 
at or above the basic level in reading on the National Assessment ofEducational Progress 
(NAEP) decreased from 80% in 1992 to 73% in 2005 (NCES, 2007). Incorporating reading 
instruction within the content areas is the first step to advance our students from struggling 
readers to proficient readers throughout all grade levels. 
Instructional strategies are available to support readers within the content areas, 
specifically social studies. Such strategies include explicit modeling of comprehension 
strategies, technology, graphic organizers, shared readings and journal writing. Helping learners 
of social studies visually organize content increases retention of the material. Specifically, 
focusing on text structure better supports comprehension. Instructional strategies to explicitly 
model text structure, such as compare and contrast and cause and effect, provide students with 
skills to organize and comprehend new content. Engaging students in active reading can help 
them become more involved in their reading. This is especially true for the daunting expository 
text. 
The purpose of this chapter is to define the theoretical perspectives of the reading and 
writing processes that support students learning of social studies. First, instructional reading and 
writing strategies to promote comprehension of expository text are explained. Next, reading 
comprehension instruction embedded in a social studies class is reviewed. Finally, text structure 
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awareness to support comprehension is analyzed. The findings of several research articles are 
reviewed that support both reading and writing instructional strategies to support comprehension 
of students learning social studies. 
Instructional Reading and Writing Strategies to Promote Comprehension of Expository 
Texts 
One ofthe challenges facing educators who teach content areas such as social studies and 
science is utilizing expository text, specifically textbooks. Many students today struggle with 
comprehending such texts and therefore, their overall grade suffers. Additionally, content area 
teachers often feel ill-equipped to teach reading strategies. Understanding this challenge, 
researchers have conducted studies to discover effective instructional strategies to support both 
the educators and the students. 
Simply reading an expository text will not support the learner of social studies. 
Strategies to read expository text differ from narratives, and such strategies should be examined 
to support the learner of social studies. Active participation and explicit modeling are necessary 
to guide the reader as he begins to make sense of the new information. Educators must utilize a 
variety of instructional strategies to support the reader of expository text. Such strategies are not 
limited to just reading, but include writing to support the learner as he attempts to internalize the 
content. Students are able to organize and visually represent the content learned when asked to 
write about the material. Several researchers have conducted studies to discover effective 
instructional writing strategies to support students. 
The first study conducted by Montelongo, Herter, Ansaldo, and Hatter (20 1 0) explored 
the effectiveness of vocabulary instruction, writing about text structure, sentence completion, and 
rewriting text to support comprehension. The second study conducted by Smith, Rook, and 
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Smith (2007) focused on journal responses to metacognitive and affective questioning. The next 
study conducted by Curwen, Miller, White-Smith, and Calfee (2010) focuses on the Read-Write 
Cycle Project, an instructional strategy that supports the teachers' metacognition to develop 
students' higher learning during content area literacy instruction. The last study examined the 
effectiveness of verbal thinking, or think-alouds. Gillam, Fargo, and Robertson (2009) 
conducted a study on the impact ofthink-alouds when attempting to comprehend expository 
texts. 
Montelongo, Herter, Ansaldo, and Hatter (20 1 0) conducted a study to explore 
instructional strategies for teaching reading and writing skills for expository texts, specifically 
social studies texts. The strategies are divided into four parts: vocabulary words, text structures, 
modified sentence completion activity, and rewriting text. Based on recent research, 
Montelongo et al. believed that relying solely on the textbook and informing students to "use the 
first sentence" to locate the main idea was not effective. Therefore, students will increase their 
overall comprehension of expository text if provided more effective instructional strategies and 
thus be able to produce a well-written summary to internalize the main idea and the supporting 
details. The researchers collected data through three tests within the five week period for the skill 
of locating the main idea. 
Sixty-one students participated in the study of effective instructional strategies to support 
comprehension. There were 30 sixth graders and 31 seventh graders. This included 40 males, 
20 in sixth grade and 20 in seventh grade. Within sixth grade, there were 10 females and within 
seventh grade, 11 females. The population consisted of 40 Latinos and 21 white. 
The lesson cycle took place within five weeks. On day one, the study skills teacher 
taught the necessary vocabulary within context inviting the students to self-check with a 
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dictionary. The same day, the English teacher defined main idea, topic, and supporting details. 
The following day, the Study Skills teacher provided instruction on one specific text frame and 
the signal words to locate within that text frame. The English teacher followed that instruction 
with a sentence completion activity (fill-in-the-blank with vocabulary words). Next, the students 
had to take the sentences, decide which ones were similar, and order them to create a main idea 
paragraph. On that same day, the English teacher had the students rewrite the paragraph in their 
own words. This cycle was repeated until all text-frames were modeled and practice. 
Throughout the five week cycle, three tests were administered. 
When reviewing the assessments after the five-week cycle, all students except two 
increased their test scores and improved their ability to identify the main ideas of paragraphs. 
The mean percentage of main ideas selected correctly on the first test was 59.32% and 77.86% 
on the final test. This represented an increase of over 30% after the five week lesson cycle. It 
was still evident that students were able to identify the main idea within a paragraph more often 
when it was the first sentence. It should be noted that students did decrease their tendency to 
choose the first sentence as the main idea. The lesson cycle provided students will instruction on 
text frames, signal words, and graphic organizers. Finally, students were able to rewrite a main 
idea paragraph to internalize the content. Overall, writing about the text structure and rewriting a 
main idea paragraph supported student comprehension of a social studies text. Furthermore, 
Smith, Rook, and Smith (2007) explored the positive effects of journal responses and reading 
comprehension. 
Smith, Rook, and Smith (2007) conducted a study to explore the effects of journal 
responses to metacogniti ve and affective questioning in addition to text-related questions within 
a history class opposed to just text-related questions within a history class. Based on recent 
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research, Smith et a!. believed that students would retain content information when asked to 
respond to questions designed to promote thinking and stimulate the imagination. Questioning is 
effective if such questions go beyond the knowledge level of cognitive understanding and instead 
promotes active engagement. The researchers used grade averages over a 12-week period to 
conclude if journal responses to metacognitive questioning increased student grades or not. Each 
group received the same lesson. The control group had no journal response activity, group 2 had 
only text-related questions, and group 3 had text-related questions and metacognitive and 
affective questioning. 
Eighty-six 91h grade students, emolled in world history, in the southwestern United States 
participated in the study. The group consisted of 52 males and 34 females. Fifty-nine of which 
were in general education classes and twenty-seven were considered at-risk. The control group 
had 27 students, the text-related question group had 29 students, and the metacognitive question 
group had 30 students. Forty-one students were White, 10 African American, and 35 Hispanic. 
The control group received no questions as they did not participate in the structured journal-
writing activity. 
All groups received the same instruction; only the types of questioning changed. The 
control group did not participate in the written response activities. They did not have structured 
journal writing time. Group 2 only answered text-related questions within their journals and 
group 3 was asked both metacognitive and affective questions. Metacognitive questions invite 
students to think about their thinking, and specifically their choices. These questions include: 
"Why did you write that?" and "How did you decide to do that?" Affective questions are not 
limited to the teacher's personal schema development, but instead invites the students own 
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interpretation. All questions within group 3 were to be responded within a journal to provide 
students with a voice and time to clarify their ideas. 
The results concluded that journal writing can have a positive effect on grades. Both 
group two and three exhibited a greater increase in their grades than the control group. 
Additionally, asking cognitive, metacognitive, and affective questions increased content 
comprehension to a much greater degree than just text-related questions. The strategy did not 
appear to be more effective for one group than the other. All students benefited equally. 
Additionally, the types of questions kept students more engaged in the learning process. 
Therefore, actively considering questions posed to students is necessary to promote 
comprehension of expository texts. Additionally, including written activities to reflect and 
respond on readers' thinking increases comprehension. It can be concluded that educators 
should receive professional development to invite metacognitive thinking into the classroom. 
Curwen, Miller, White-Smith, & Clafee (20 1 0) researched the impact of integrating literacy 
instruction within content area courses to invite deeper thinking and understanding of the 
content. 
i6 
Researchers have come together to find effective ways to increase students' ability to 
become active problem solvers, engaged cognitively around the content material being learned. 
Educators alike are hoping to find effective methods to integrate literacy instruction within 
science and social studies to promote metacognitive thinking. Researchers specifically hope to 
provide effective professional development for teachers, centered on the Read-Write Cycle 
(RWC) and CORE, with the belief that effective learners engage cognitively around the problem 
to be solved and being metacognitive enhances cognition (Curwen, Miller, White-Smith, & 
Calfee, 201 0). 
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Eighteen classroom teachers within ten public elementary schools in southern California 
received professional development for three years. Teachers received training on RWC and 
CORE and knew that reading comprehension strategies were to be integrated throughout the 
curriculum, specifically science and social studies. The students were between third and sixth 
grade. There were a total of 1,024 students in all. The teachers spent a total of 18 days within 
each year engaged in professional development learning strategies to integrate reading. They 
were to focus on teaching multiple strategies within their content areas, utilizing the RWC 
(Curwen, Miller, White-Smith, & Calfee, 201 0). 
The RWC focuses on writing about your reading, while CORE has four components: 
Connecting to student prior knowledge, organizing new ideas with graphic organizers, reflecting 
on the graphic organizers and making changes, and extending with reading and writing. 
Comprehension strategies were to be integrated throughout all four components while reading to 
learn. The RWC integrated techniques such as pre-writing, think-alouds, graphic organizers, text 
structure, vocabulary clues, and KWL charts (Curwen, Miller, White-Smith, & Calfee, 2010). 
Qualitative data was collected by observing teachers through use of audiotapes, 
videotapes, surveys, and teacher journals. All teachers felt that RWC and CORE organized 
multiple instructional strategies into one easy and manageable method. Additionally, teachers 
felt that students were becoming aware of such strategies and were deepening their learning 
within the content area. Students were more analytical, engaged, and read for enjoyment. Most 
importantly, teachers believed that students regarded the conclusion of the text as not the end of 
their learning. Quantitative data was collected on the students. Pre and post test data was 
analyzed, yet the results were not communicated (Curwen, Miller, White-Smith, & Calfee, 
2010). 
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Overall, the RWC model and teacher professional development confirmed the 
researchers' hypothesis that teaching reading throughout the content areas effectively engaged 
learners to think analytically and deeper about the content. Teachers noticed an increase in 
reading comprehension in all disciplines and a strengthening of students' metacognitive skills 
(Curwen, Miller, White-Smith, & Calfee, 201 0). Utilizing comprehension strategies throughout 
the content-areas increases reading comprehension, specifically the self-questioning strategy. 
Furthermore, Gajria and Salvia (1992) concluded that utilizing summarization strategies supports 
overall comprehension of expository texts for all students. 
Gajria and Salvia (1992) conducted a study to identify the effectiveness of summarization 
strategies to increase comprehension of expository texts in students with learning disabilities. 
Researchers have concluded that the reading process, and all of its complexities, requires readers 
to actively interact with the text to understand the author's intended message (National Reading 
Panel, 2013). One means to enhance comprehension, according to the researchers, is to utilize 
summarization strategies. Often students struggle with recalling the main idea of an expository 
text, specifically students with learning disabilities. According to the researchers, most students 
who struggle with reading comprehension have few strategies to tackle challenging expository 
text. Therefore, the researchers designed a study to provide students with strategies to 
summarize the main ideas of an expository text. Thirty students with learning disabilities 
between 61h and 9111 grade participated. Additionally, 15 students considered average readers 
participated to provide another sample. Ofthe 30 students with learning disabilities, half were in 
the experimental group and half received no instruction on summarization strategies. 
A specific criterion was established for all participants. To participate, students needed 
to be reading at least two grade levels below and score less than 40% on summarization methods. 
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The 30 students were from three different schools within two different districts. Within each 
group, students were equivalent in age and grade. To provide normative data, 15 average readers 
formed a normal comparison group. Of the 15 students, no one could receive any additional 
services from a special educationalist. A pretest was administered utilizing a short expository 
text and 10 multiple-choice questions, five condensation questions (main idea, cause and effect, 
inferences) and five factual questions that were explicit facts stated within the articles. The 
average readers group scored higher than the experimental and control groups on the pretest. The 
experimental and control groups scored very similar on the pretest. 
For the procedure, students within the experimental group received 30-40 minute training 
sessions on each of the five summarization strategies: subordination, deletion of redundant 
information, selection, invention, and deletion of unimportant information. Students received 
this instruction in groups of three to five. Short passages were used to model the strategies. 
First, the instructor provided explicit explanation of the rules. Next, the instructor had to model 
the strategies. Students were then expected to practice the strategies with guidance from the 
instructor. The instructor would monitor and provide feedback. Finally, students were expected 
to practice the strategy independently. When the students mastered a strategy, the instructor 
would move on to the next strategy. When strategies were mastered in isolation, students would 
read an article and use all the strategies combined. Only the last six sessions focused on writing 
a summary sentence. 
After the sessions were completed, all members completed the same assessment. The 
average readers group and the control group made no gains. The experimental group made 
significantly more gains on condensation questions when compared to both groups. The 
experimental group did significantly better on the factual questions when compared to the 
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control group, but scored the same as the average readers group. Later, a delayed assessment 
was administered to determine how the students retain the strategies. There was a small 
difference in the scores which allowed the researches to conclude that the students maintained 
the strategies and continued to apply the skills. The teachers reported that the students were 
applying the skills in other content areas. 
20 
Overall, Gajria and Salvia ( 1992) concluded that explicit instruction on summarization 
strategies improved comprehension. Additionally, gradually releasing the responsibility to the 
students increased understanding ofthe strategies and helped the students apply the strategies 
into other areas. It can be noted that all learners benefit from explicit instruction. Furthermore, 
expository texts require many different skills to make sense of the complex information. 
Reading narrative texts require a different set of skills. Therefore, all readers, regardless of 
ability, need opportunities to learn strategies to support comprehension of all texts. 
To reach comprehension, researchers agree that explicit instruction on text structure 
provides strategies for the reader as he begins to tackle the ever challenging expository text. As 
students transition to higher levels of education, the expository text will be more apparent. 
Therefore, educators alike should embed reading instruction in to content area courses. One 
specific content area, social studies, can invite educators to utilize a variety of expository texts to 
enhance students' comprehension of new knowledge. The literature review continues with 
specific strategies to support the learner of social studies comprehend new content. 
Reading Comprehension Instruction Embedded in a Social Studies Class 
To acquire new information, specifically in the area of social studies, students must 
utilize literacy strategies and skills. Such strategies are applied to acquire new information and 
communicate an understanding. Literacy instruction must be present when students are reading 
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to learn. One must read to learn, and the integration of literacy and social studies is incredibly 
critical for student success. Reading comprehension should be purposefully planned and 
embedded within social studies instruction. The literacy skill should match the text. Therefore, 
the educator must appropriately plan literacy instruction. 
Often, students struggle to comprehend social studies material. The nanative format is 
from one author's perspective, and does not allow the student to infer or interpret the past from 
their own point of view. Therefore, utilizing a variety of sources, specifically primary source 
documents, invites the reader to evaluate multiple points of view and construct an understanding 
of the past. Such a skill is not innate. As a result, educators must provide explicit instruction to 
promote comprehension of social studies texts. Several researchers have conducted studies to 
discover effective comprehension strategies embedded in the social studies class. 
The first study conducted by Monte-Sano (2011) evaluated writing and reading strategies 
to promote comprehension of social studies materials, specifically historical reasoning and 
writing abilities. The second study conducted by Berkely, Marshak, Mastropieri, and Scruggs 
(2010) explored the effectiveness ofthe self-questioning strategy for inclusive middle school 
classes, taking a closer look at student comprehension of social studies texts. The third study 
conducted by Vaughn, Martinez, Linan-Thompson, Reuteuch, and Francis (2009) takes a closer 
look at vocabulary instruction for English Language Learners within a social studies classroom. 
The section concludes with Boon, Burke, Fore III, and Spencer's (2006) study on the impact of 
cognitive-organizers, specifically with the use of technology, to support the internalization of 
new content. 
Monte-Sano (20 11) evaluated instructional comprehension strategies to promote 
comprehension of social studies material and retention of content. Based on previous research, 
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Monte-Sano believed that basic reading comprehension and summaries were the only focus of 
teachers of social studies. Monte-Santo felt that writing instruction should be included to 
increase students' historical reasoning and writing abilities. The study suggests that reading and 
writing can help students understand history and learn to think historically while increasing 
literacy skills. Students were given pre and post writing samples as well as essays, interviews, 
and annotations of readings to assess the effectiveness of the instructional writing strategies. 
Furthermore, teacher data included observations, interviews, and artifacts such as assignments. 
The participants within the study started with the teacher, Mr. Lyle. Lyle had an 
advanced degree in history, taught for over 25 years, and modeled teaching history as an inquiry-
based subject. He taught U.S. History at a small independent school in alarge urban area. Lyle's 
Civil War course was selected. This course consisted of 17 students. A pre and post-instruction 
writing samples were collected. The students selected had scores below the average on their pre-
instruction writing samples. 
The instructional writing strategies used throughout the instruction were designed to 
support students as they construct more accurate, grounded interpretations of the past. Three 
teaching strategies emphasized these aspects: annotating primary source readings; regular 
informal writing prompts that focused on historical perspectives followed by a written synthesis; 
and feedback focused on evidence use and accuracy of interpretation. The structure of Lyle's 
course invited students to investigate a historical problem from multiple perspectives with a 
central question guiding their learning, "Why did the Civil War happen?" Other essential 
questions were asked to guide the inquiry investigation and ultimately guided their reading of 
primary documents. Primary documents were used 92% of the time with the textbook completing 
eliminated. 
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Each primary source document used offered a different perspective on the same topic. 
Thus, students were asked to dig deep into the content and consider many possibilities opposed 
to fixed information. While reading, Lyle required his students to annotate. Annotations invite 
the students to read more carefully. Students were using writing to interact with the text and 
begin the process of interpreting texts. Finally, students were asked to formulate an interpretation 
of the past and write an in-class essay. All students received the same amount of time to 
complete each task and to complete the readings. Lyle provided feedback, essential for the 
writing process , and commented on students' interpretations and evidence use throughout their 
essays. It can be concluded that regular informal writing opportunities and periodic writing tasks 
that focused on student synthesizes were utilized to support the learner of social studies. 
The pre-instruction essay was used as a base-line and an analytic framework of historical 
thinking guided the analysis of students' historical reasoning. A rubric was established to assess 
student work with a 1 being the lowest and a 5 being the highest. Additionally, student 
portfolios, memos, and highlighting of key passages were assessed. Teacher data were collected 
as well. Interviews, feedback, observations, and classroom artifacts were considered. The 
students' pre- and post-instruction essays showed overall improvement with historical reasoning. 
Furthermore, students included quotations in their writing and used them to support and explain 
points and elaborate on arguments. Additionally, it was evident that students were thinking 
about the historical context at a deeper level. Students were using primary source documents to 
defend and support their reasoning, both higher level thinking skills. Therefore, it can be 
concluded that questioning, text selection, and writing activities support the learner of social 
studies and his literacy skills. 
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Berkely, Marshak, Mastropieri, and Scruggs (201 0) conducted a study to explore the 
effectiveness of a self-questioning strategy for improving reading comprehension of grade-level 
social studies text material. The researches believed that utilizing the self-questioning strategy 
would increase comprehension for students within an inclusive class. The independent variable 
was the type of teacher instruction: modeling the self-questioning strategy versus typical practice 
instruction. The students within the group receiving explicit modeling of the self-questioning 
strategy used graphic organizers to support their thinking. The dependent variable was the 
results of a test made up of multiple-choice and open-ended essay questions of the social studies 
content read. 
The sample consisted of fifty-seven seventh grade students with a range of abilities, 
including English as second language learners and students with learning and other disabilities, 
from three inclusive middle school classes. All ofthese students received instruction for content-
area coursework in inclusive general education settings. A pre-test was given to determine prior 
knowledge of the social studies content. It was concluding that no students had background 
knowledge of the Carter presidency and thus students were randomly divided between the two 
groups. 
Following the pretests, each group received instruction from the same textbook, on the 
same chapter. The experimental group utilized graphic organizers to scaffold the self-
questioning strategy. The graphic organizer first asked students to read the headings and then 
formulate a question. As each student read the section, he needed to search for the answer to his 
question. If he was unable to find the answer then he needed to follow a fix-up strategy sheet 
with strategies such as (1) rereading the text (2) reviewing vocabulary (3) reading the text 
features. The teacher explicitly modeled how to use the graphic organizer first, thinking aloud as 
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students followed along. After the initial instruction, the students worked through a section with 
the teacher. Finally, students utilized the graphic organizer independently as the teacher walked 
around to support the readers. The control group was asked to read the chapter and write down 
everything they could recall about the social studies topic. Following the treatment, a post test 
was given to both groups with multiple-choice questions and open-ended essay questions. 
The authors found that groups within the self-questioning group out performed students 
in atypical practice group on both multiple-choice and open-ended comprehension tests of the 
social studies content. Explicitly teaching comprehension strategies provides opportunities for 
students to develop strategies that they may not be able to learn and apply on their own. 
Specifically, the self-questioning strategy proves to be effective when helping readers monitor 
their understanding by asking and answering questions. To further understand comprehension 
instruction within a social studies classroom, Vaughn, Martinez, Linan-Thompson, Reuteuch, 
and Francis (2009) take a closer look at vocabulary and comprehension instruction. 
Vaughn, Martinez, Linan-Thompson, Reuteuch, and Francis (2009) came together to 
research the academic achievement of older English Language Learners (ELLs). While the 
amount of research on ELLs is increasing and become of great interest for researchers, 
policymakers, and school district leaders, there is still a lack of evidenced-based instruction. 
Therefore, Vaughn, et. al worked to address the effects of enhanced instruction designed for 
students who are ELLs within a social studies classroom. Such instruction included vocabulary 
and concept instruction, the use of media, the use of graphic organizers, and structured peer-
pairings. Vaughn et. a! believed that explicit vocabulary instruction would increase overall 
comprehension as well as increase word awareness for not just ELL students, but all students of 
social studies. For the study, random selections of 7th graders were divided into two groups. 
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The treatment group received social studies instruction including explicit vocabulary instruction, 
use of structure pairing, strategic use of videos, and graphic organizers for 12 weeks. The 
control group continued their sessions with no change in instruction. 
Participants were from two middle schools within the same Texas school district. Both 
schools were considered "Limited English Proficient" (LEP) because of the high percentage of 
ELLs. At least 65% of the population at both schools was Latino, with 11.45% of the students at 
one school designated as LEP and 13.8% of the students at the other school considered LP. Both 
schools had over 69% of their students on the free or reduced-price lunch program. For the 
study, seventh-grade students at both middle schools were randomly assigned to 15 sections of 
seventh-grade social studies classrooms. Of the 15 sessions, seven were assigned to be treatment 
classes and eight comparison classes. Off the original 3 81 students, 50 in the treatment group 
were designated as ELLs and 4 7 in the control group were designated as ELLs. The social 
studies teachers were identified by the principal. The four participant teachers provided seventh-
grade Texas History to all the students in the study. These seventh-grade social studies teachers, 
with support from research staff, implemented treatment conditions in intervention classes and 
continued with their typical instruction in comparison classes. 
For year two, a second experiment was completed with two middle schools from two 
districts in Texas with large numbers of ELLs. Only one of those two schools participated in 
experiment 1. That particular school's LEP student population group to 20% and the second 
school was new to the study and had 14% Latino students with a LEP status. The status of 
students received free or reduced-price lunch was between 68% and 85%. A total of 507 
students were randomly assigned to 17 sections of social studies, with nine treatment sections 
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and eight comparison sections. A total of 106 students were ELLs, 67 in the treatment group and 
39 in the control group. 
For both experiments, the teachers received one eight hour day of professional 
development and were trained on the instructional practices to be used with the treatment group. 
The interventions were to include vocabulary instruction, brief videos and discussion, graphic 
organizers, and structured pair sharing's . All teachers received the same instructional materials 
to ensure fidelity . Additionally, a research team member provided in-class support and coaching. 
The control groups were to receive "business as usual' instruction. All lessons were based on 
their school's scope and sequence as well as state standards. All classes were to receive 
intervention during their regularly schedule class. The entire intervention was implemented for 
50 minutes a day, 5 days a week, for 9 to 12 weeks. Both the treatment group and the 
experimental group used the same textbook and covered the same content. 
The purpose of the intervention was the enhance students' understanding of the content 
and expository texts. The daily instruction focused on a big idea, or central question. 
Additionally, the teachers provide explicit vocabulary instruction that integrated paired students' 
discussion the word, discussions on short video clips to follow the day's readings, teacher-led 
reading assignment followed by questioning, and a wrap-up activity in the form of a graphic 
organizer or writing activity. 
For each vocabulary word, the teacher provided direct, explicit instruction by 
pronouncing the word, identifying a Spanish translation, providing a student friendly definition 
and visual representation and two sentences. Students were then invited to discuss the word with 
a partner. All words were chosen from the textbook, scope and sequence, and overall big idea. 
To further enhance understanding, short video clips were used to accompany the readings. 
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Questions were asked before and after the video to make connections to the big idea. Each day, 
either the teacher read and or students read together a selection of the text. The teacher would 
model fluent reading and make clarifying corrections. Students were asked to read together and 
support each other when necessary. Before and after readings, students were generating 
questions and finding answers as a whole group or with partners. Finally, students were asked to 
summarize the big ideas on a graphic organizer, or another type of writing activity, with their 
partners. The teachers would provide feedback after each written assignment. For each activity, 
students were paired with another student of similar language and reading abilities. This was 
purposeful to promote meaningful discussion. Students worked with their partners 12-20 
minutes a day. 
After the 9-12 week intervention program, all students were assessed with a researcher-
developed content-based measure. The assessment covered the content covered over the 
intervention program and was meant to serve as an indicator of growth in social studies learning. 
The assessment included vocabulary matching and comprehension questions. The vocabulary 
questions also included fill-in-the-blanks and the comprehension questions focused on the big 
ideas of the unit. 
When analyzing the pretest scores from experiment 1, there was no difference between 
the treatment and control sections. Analysis of posttest scores revealed a significant difference 
between students in treatment and control sections on comprehension and vocabulary. Students 
within the treatment section performed significantly higher than students in the control sections. 
For experiment 2, there was no significant di fference between the treatment and control sections 
for vocabulary or comprehension on the pretest. For both studies, students performed more 
poorly on the comprehension for the pre and post assessments. For the posttest, students in the 
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treatment group for experiment 2 performed significantly better than those in the control sections 
on the comprehension and vocabulary measures. With both experiments, treatment effects did 
not interact with students' ELL statues indicating that all students, ELL and non-ELL, equally 
benefited from the study. 
The instructional focuses of the two experiments invited students to focus on big ideas 
rather than memorizing historical facts. The use of peer discussions and whole group 
discussions supported students' expressive language. Additionally, graphic organizers invited 
students to internalize and organize the content. Students were able to express their 
understanding of the content orally and with written work. The intervention can be used in all 
content areas. As concluded, the focus should be more on the big idea rather than remember 
historical facts. Furthermore, dialogue, pair discussions, and explicit vocabulary instruction 
increase comprehension and language acquisition. Additionally, using oral and written language, 
increases student comprehension. Boon, Burke, Fore III, and Spencer (2006) further explored 
the impact of creating a visual model with technology-based practices on student success in 
social studies classrooms. 
Boon, Burke, Fore III, and Spencer (2006) conducted a study to explore the impact of 
cognitive organizers and technology-based practices on content-area learning in a high-school, 
inclusive social studies class. Based on recent research in this area, specifically the 
ineffectiveness of textbooks, the authors believed that utilizing computer based strategies will 
increase comprehension of the social studies content. The variables include one classroom 
utilizing cognitive organizers and technology-based practices versus a classroom utilizing 
traditional textbook strategies. The researchers collected their data through pre and post tests. 
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The dependent variable was a 35-item open-ended test of declarative social studies knowledge to 
measure the effectiveness of cognitive organizers and technology-based practices. 
Twenty-nine tenth grade students in general education and twenty students with mild 
disabilities were randomly assigned to participate in the study. Both groups used the same 
textbook within a team-teaching environment. The cognitive organizer group used folders, 
guided outlines, desktop computers, textbooks, and Inspiration 6 software. The textbook 
instruction group used materials strictly from the textbook that included guided notes," 
worksheets, cooperative learning activities, and video presentations. Both groups took the same 
pretest before implementation. 
The students within the cognitive organizer group were first trained on how to use 
Inspiration 6. The teacher then modeled how to read a section within the textbook and take notes 
on a paper pencil cognitive organizer. This was repeated for the following three sections. Next, 
the students were to input their paper pencil organizer into the computer program. Finally, they 
were asked to review their cognitive organizer and make changes where necessary. The 
traditional textbook instructional group consisted of a teacher presentation, teacher questioning, 
oral reading, silent reading, cooperative learning activities, video presentations, and a guided 
reading worksheet. These students also had 10 minutes to study. Finally, all students took the 
same test after instruction. 
When reviewing the pre and post tests data, A 2 X 2 Anova was performed to examine 
the differences between the scores for the two instructional groups. No significant differences 
were present between the groups at pretest, however, significant differences were revealed at 
post-test. The results indicated that students using cognitive organizers to process social studies 
content performed significantly better than students in the traditional textbook instruction 
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condition. While these results are significant, it must be noted that this was a relatively small 
sample within a very specific demographic. Future research should broaden the sample range to 
further support the researcher's hypothesis. 
In conclusion, all researchers agree that a change in traditional instruction is necessary to 
increase student proficiency within a social studies classroom. First, using comprehension 
strategies such as self-questioning invites students to think more deeply with the text and engage 
with the content. Next, utilizing instructional strategies such as the Read-Write-Cycle promotes 
higher-level thinking with a social studies class, increasing content retention. Finally, utilizing 
cognitive organizers and technology as a reading tool provides a visual for readers to organize 
their understanding. Such visuals, as well as written responses to content read, support the 
learner of social studies. 
Embedded Text Structure Awareness to Support Comprehension of Social Studies Text 
When readers struggle with the content within a text, he can rely on the organization of 
the written work. Writers have a specific purpose and write with intention. Identifying the 
organizational structures of a text helps the reader understand how the author arranged ideas. 
This visual organization of information invites the reader to easily process the new information 
and make sense ofthe overall text. One way to increase text structure awareness is through 
shared readings. Fisher, Frey, and Lapp (2008) observed expert teachers as they utilized shared 
readings to instruct their students on text structure and other components of reading. All 
researchers agreed that explicitly teaching text structure, modeling think-alouds, and gradually 
releasing responsibility to the readers supported their overall comprehension. Reynolds and 
Perin (2009) focused specifically on effective instructional strategies to invite readers to 
understand how to identify the text structure of a text and how to use this understanding to 
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identify the main idea and write a summary. Williams, Hall, Lauer, Stafford, and DeSisto (2005) 
agreed that understanding the organization of an expository text increases comprehension and 
overall retention of the new knowledge. 
Williams, Hall, Lauer, Stafford, and DeSisto (2005) believed that understanding text 
structure will assist the reader in locating specific information. There are several types of 
expository structures and often, more than one structure is present within a text. The researchers 
agreed that all types of text structure can support the reader locate specific information within the 
challenging text. Williams et a!. (2005) conducted research on a specific text structure, compare 
and contrast, to investigate the effectiveness of an instructional program to increase student 
awareness oftext structure. Additionally, Williams, Nubia-Kung, Pollini, Stafford, Garcia, and 
Snyder (2006) explored the effectiveness of explicit teaching in cause-effect structures. Both 
sets of researchers believed that awareness of text structure supports the reader of expository text 
as he makes sense ofthe new information found within the text. 
In their study of effective teachers, Fisher, Frey, and Lapp (2008) noted "Modeling 
reading is an important component of literacy instruction. One of the most common forms of 
teacher modeling of text processing is shared reading" (p. 548). Fisher et a!. (2008) conducted a 
study to examine expert teachers and the components of their shared readings. All agreed that 
teacher modeling of a shared text invites readers to process multiple reading strategies. 
However, many teachers are not comfortable with shared reading or simply do not understand 
the best practices of a shared reading. Fisher, Frey, and Lapp conducted an observational study 
on expert teachers expecting to identify patterns to emerge from their instructional strategies. 
Prior to the study, all researchers observed non-expert teachers to establish inter-observer 
reliability. 
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To begin the study, a letter was sent to 100 sites asking administrators and literacy 
coaches to identify teachers who were experts at shared readings. An expert teacher was 
identified as teachers who provided modeling to the rest of the staff or led professional 
development on shared readings. Of the 67 teachers nominated, 25 teachers were randomly 
selected. The teachers were from urban schools in a large county in the western United States. 
All teachers taught between grades 3-8. Of the 25 selected, phone interviews were conducted to 
set up observation times. 
To begin the study, each researcher observed the teachers during a shared reading and 
think-aloud with their students. Field notes were collected by the observers in order to identify 
the components of a shared reading. The notes specifically focused on way the teachers shared 
their thinking as they read out loud. Additionally, interviews were conducted with six random 
teachers, with each grade represented, to better understand the teachers' planning and practice. 
During the interviews, the researchers compiled notes on the components of shared reading, the 
frequency, and the process to determine a focus. All interviews were audio taped and 
transcribed. Collectively, the researchers observed a total of75 lessons. 
After all lessons were observed and the six interviews were transcribed, the researchers 
analyzed the data to find common patterns between all shared readings. All teachers made sure 
the students had a copy of the text. This could either be a personal book, photocopied pages, or a 
projected copy of the text. Each teacher modeled fluency and practiced reading the text ahead of 
time. The teachers modeled their thinking and did not ask comprehension questions. Instead, 
students were invited to discuss their thinking with a partner or write in their reading journals. 
The researchers were able to identify four components that all teachers touched on throughout 
their shared readings: comprehension strategies, vocabulary, text structure, and text features. 
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The teachers modeled a variety of comprehension strategies, such as predicting and making 
connections. All teachers modeled ways to figure out an unknown word, for instance looking at 
that affixes, using context clues, and using a resource such as a dictionary. Equally important, 
the instructors modeled the text structure. When reading an expository text, the teachers focused 
on compare and contrast, descriptive, cause and effect, sequencing, and problem solution. When 
reading a narrative text, the teachers focused on the exposition, rising action, climax, falling 
action, and resolution. The teachers agreed that the organization of the text was incredibly 
important and students needed to internalize that all writers organize their ideas with a purpose. 
Finally, the instructors focused on text features, such as headings and maps, which enhanced the 
story and added interest. Each teacher had a shared reading daily, followed with study practice. 
The shared readings lasted 10-14 minutes and did not focus on all components every day, but 
eventually touched on all. 
The researchers all agreed that the expert teachers were masterful in their craft. The 
administrative staff and literacy coaches identified teachers who understood the instructional 
practice of shared reading. The components identified were essential for comprehension of all 
types of texts. All teachers agreed that one component cannot be modeled in isolation because 
that is not real reading. Each component supports a reader as he begins to make sense of a new 
text. An equally essential instructional strategy of each shared reading was the opportunity for 
students to practice independently. Providing explicit instruction, teacher modeling, peer 
discussions and finally, independent application, effectively scaffolds instruction to help students 
internalize all strategies needed to reach comprehension. One component, text structure 
awareness, was modeled by all expert teachers by utilizing explicit language and shared 
readings. Reynolds and Perin (2009) specifically focused on the reading component, text 
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structure, and the effectiveness of providing explicit instruction, modeling, and a gradual release 
of responsibility to the reader. 
Reynolds and Perin (2009) conducted a study comparing text structure awareness with a 
self-regulated writing strategies instruction. Middle school students were asked to compose a 
written summary of a social studies or science topic using multiple sources. From previous 
research studies, Reynolds and Perin believed that the text structure instruction would yield 
better results. The students were selected from six different ih grade classes from a small 
suburb outside a large city in Western Canada. The 121 students were placed into three groups: 
One group receiving text structure instruction (TSI), one group receiving self-regulated writing 
strategies instruction (PWS) and a control group that engaged in reading and writing tasks but no 
explicit instruction. 
Ofthe 121 students, 62 were male and 59 were female. A majority ofthe students were 
Caucasians from a low to middle socioeconomic status. All participants spoke English fluently 
while 21 spoke dual languages. The students were from six different seventh grade classrooms 
within a small suburb in Western Canada. The seventh graders had to fulfill certain criterion to 
participate. The students had to complete the Gates-MacGinitie Reading Test- Second Canada 
Edition (2010). The sample was generally average-performing, falling between the 40-Sih 
percentile. The text structure instruction group had 40 participates divided into two classrooms. 
A total of 39 students participated in the PLAN to WRITE Summarization group. The students 
were divided into two classrooms. The last group, the neutral literacy group, consisted of 42 
students also divided into two classrooms. There were a total of three teachers. The teachers 
reported that they got along well and had similar teaching styles. Before the study started, all 
students received the same instruction from the same textbook. The new topic for the social 
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studies students had not yet been taught in the classroom. The teachers administered several pre-
asessments prior to the study. These included the Gates-MacGinite Reading Test, spontaneous 
writing subtest for Test of Written Language-Third Edition (TOWL-3, 1996), content knowledge 
test, and finally a Composing from Sources written assessment on the short text, "Mummies." 
The entire study required 10 sessions. The Text Structure Instruction group (TSI) 
focused on modeling, reviewing, guided practice, and independent application to gradually 
release responsibility to the readers. The strategies focused on the mnemonic STRUCTURING 
which stands for scanning the passage, think of the structure, read the paragraph, underline 
impo11ant points, choose one idea, take notes using the appropriate graphic organizer, U-turn 
(repeat with the next passage), review notes, introduce with a topic sentence, next point, and go 
back and edit. With explicit modeling of each strategy and gradually releasing responsibility to 
the students, teachers noticed a change in written summaries. The PLAN to WRITE 
Summarization group (PWS) focused on Brown and Day's (1983) summarization strategies, 
such as deleted repeated important notes and eliminating unimportant facts. Additionally, 
students were asked to make goals. PLAN to WRITE stands for picking out the big idea, list the 
main ideas, add supporting details, number your ideas, work from the plan to develop a topic 
sentence, remember goals, include transition words, try to use different kinds of sentences, and 
edit. The teachers first used a note-taking grid but found it to be too restricting so they replaced 
it with a blank form. Much like the TSI instructional strategies, the teachers modeled the 
strategies explicitly, released responsibility to the students, provided feedback, and expected 
students to work independently. 
The results concluded that the TSI and PWS groups were able to develop a stronger main 
idea sentence when compared to the control group. Both the TSI and PWS produced an overall 
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better performance. The writing quality was significantly better than the control group. The 
participants from the TSI group were able to transfer their skills to a delayed assessment, where 
the PWS group lost some of the strategies. Overall, the TSI group had better scores on 4 of the 6 
post-assessments when compared to the PWS group. Therefore, the TSI group had a greater 
overall impact on written summaries. 
Reynolds and Perin (2009) wanted to compare previous research on two different 
strategies: Text Structure Instruction and PLAN to WRITE Summarization. The researchers 
concluded that focusing on the structure, or organization, of the text suppm1ed overall 
comprehension and helped students to write stronger, summary paragraphs. Additionally, both 
instructional strategies agreed that gradually releasing responsibility to the students increased 
confidence and independence. Other researchers have asked similar questions in regards to the 
effects of text structure instruction. For example, Williams, Hall, Lauer, Stafford, and Desisto 
(2005) wanted to know if explicit instruction on the compare and contrast text structure would 
increase overall comprehension. 
Williams, Hall, Lauer, Stafford, and Desisto (2005) posed the question: can instruction on 
text structure help second-students improve their comprehension? Considering the lack of 
comprehension instruction utilizing expository texts, Williams et al. (2005) believed explicit 
instruction would increase overall comprehension and increase understanding of the new content. 
The study consisted of three groups. One group received comprehension instruction and text 
structure instruction; one received the same amount of comprehension instruction, content 
instruction, and utilized the same materials but received no instruction on text structure. The 
third group received no instruction. 
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The study included 128 second-grade students from three elementary schools in a large 
metropolitan area. All three schools were similar in terms of demographics with a total 
enrollment consisting of 57% Hispanic, 41% African American, I% Caucasian, and 1% 
Asian/Other. Eighty-eight percent received state aid and 6% were enrolled in special education 
services. Second-grade teachers volunteered and their classrooms were randomly assigned a 
condition. Nine teachers had master's degrees and the number of years of teaching experience 
ranged from two to seven years. The teachers instructed all their students, however; only 75% 
returned permission slips and were able to participate in the pre and post assessments. 
Both instructional groups used animal encyclopedias, trade books, and carefully 
constructed compare-contrast paragraphs. Nine compare-contrast paragraphs were written for 
the program that targeted two animals and distracter information that could not be used in a 
comparative statement. The text structure program occurred over 15 sessions, two times a week. 
The teachers started with a familiar topic, cats and dogs. At the start of each lesson, the teacher 
would first review the purpose and list clue words. Next, the teacher would read about the 
subjects and elicit discussion on the topic to promote student interest. After discussion, the 
teacher would focus on vocabulary development. Following vocabulary discussion, the subjects 
participated in a close analysis of the target paragraph. First, the students read the paragraph 
silently. Next, the teacher read the paragraph out loud to eliminate struggles with word 
recognition. After the teacher read the paragraph, students had to label facts either S for similar 
or D for different. When this task was completed, students circled clue words. When the 
analysis was complete, students completed a graphic organizer that match the compare and 
contrast structure. Then, the teacher asked questions to guide their understanding: What were the 
two animals we read about? What are the similarities? What are the differences? Finally, 
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students wrote a summary paragraph using a sentence frame that matched the compare and 
contrast language. 
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The content program followed a similar pattern but did not include instruction of the text 
structure. First, the teacher tapped into the students' prior knowledge. The teacher read from a 
trade book, elicited discussion on the topic, and then had the students complete an information 
web. This web was more topical, and not structure based. Next, vocabulary was developed and 
the teacher read the targeted paragraph. Following the reading, a general discussion took place 
regarding interesting facts. Finally, students completed a summary using a general sentence 
frame, focusing on anything the students learned. 
The study utilized a pre and post test format. On the pre-test, means and standard 
deviations of the pretest measures were close to zero. The first measure was recall of clue 
words. The text structure group scored significantly higher than the other two groups. On the oral 
version of the graphic organizer measure, the text structure group scored higher than the content 
and the no instruction groups. On recall of compare-contrast questions, there was no main effect 
of treatment. All of the structure outcome measures required students to provide paragraph 
summaries. There did appear to be a tendency for higher performance in the text structure group. 
The next three measures required oral response and the text structure group scored significantly 
higher than the other two groups. The final structure outcome measure was structure transfer, 
which assessed the ability to transfer the instructed strategies to a different text structure, pro-
con. There was no main effect for treatment. The content outcome measures, vocabulary 
concepts and detail questions found significantly higher scores in the text structure group. 
Overall, teachers found the program to be enjoyable and believed that students benefited 
from the explicit instruction and extensive practice. The findings indicated that students profit 
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from systematic and focused comprehension instruction. Students can rely on the organization 
of the text to support comprehension of new information. Understanding text structure can help 
the reader locate information. Identifying organizational structures supports the reader as he/she 
attempts to understand how the author arranged ideas. 
As proven in Williams, Hall, Lauer, Stafford, and DeSisto (2005) the explicit instruction 
regarding compare-contrast did not catTy over into a new text structure. Therefore explicit 
instruction is needed for all text frames. Another text frame, that is historically more 
challenging, is cause-effect. Williams, Nubia-Kung, Pollini , Stafford, Garcia, and Snyder (2006) 
researched the benefits of instruction in cause-effect to support overall comprehension of social 
studies content. 
As instruction time has increased in Reading and Mathematics, other content areas have 
lost instruction time, specifically social studies. Unfortunately, many higher level thinking skills 
are acquired while learning social studies content (Ferretti & Okolo, 1996). Additionally, 
learners must read to learn about our past. Reading may take place through a variety of texts, 
from informational to photographs. Utilizing primary source documents such as photographs 
invites the learner to use a variety of comprehension strategies, specifically inference. 
Expository texts used within a social studies class are generally more difficult. Learners are 
most likely reading information they are not familiar with. Furthermore, the structure of such 
texts is organized for a specific purpose, and the structure may be unfamiliar. Williams, Nubia-
Kung, Pollini, Stafford, Garcia, and Snyder (2006) conducted a study evaluating the 
effectiveness of a comprehension program integrated with social studies. The program included 
explicit instruction in cause-effect text structure. The study emphasized clue words, generic 
questions, graphic organizers, and the close analysis of special constructed cause-effect text 
Running head: EXPLICIT INSTRUCTION ON TEXT STRUCTURE 41 
structure. One group received content-only instruction that focused on social studies, one group 
received no instruction, and one group received explicit instruction on text structure. Williams et 
a!. (2006) believed, based off of their previous studies, that explicit instruction in cause-effect 
structure would improve comprehension. 
Fifteen classroom teachers from three elementary schools in New York, randomly 
assigned to treatment, provided the instruction. The three schools were of similar demographics. 
All three schools were categorized as Title I schools. Of the total enrollment, 76.5% of the 
students were Hispanic, 22% were African American, .5% was European American, and 1% 
were Asian or other. Ninety-three percent received state aid in the form of free or reduced priced 
and lunch and 5% were enrolled in either part-time or full-time special education services. Two-
hundred forty-three second grade students completed the study. Students were randomly placed 
in one of the three groups: (1) Text Structure Instruction (2) Content Instruction (3) No 
Instruction. 
The program contained a total of three units focused on one historical community. There 
were 22 lessons in all. The text structure group was first introduced to the definition of cause 
and effect. Effect was divided as a thing or even that happens, and cause, as the person, thing, or 
event that made the effect happen. Picture cards, matching, and cloze activities were used to 
help conceptualize the ideas. Additionally, students were introduced to cause-effect clue words: 
because, since, therefore, and thus. Next, students were taught the vocabulary concepts related to 
the content of the program. Such words included: community, home, school, job, pioneer, 
colonist, immigrant, sod house, keeping room. The new words were illustrated and explained 
through examples. After the instruction on vocabulary, the teacher read-aloud from a trade book 
and led a discussion. Student questions were encouraged. A community chart was kept for each 
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unit. This chart was used to further review content vocabulary. To fmiher support text structure, 
generic questions were generated to help students focus on cause-effect. These two questions 
were (1) what is the cause? (2) what is the effect? After the questions were asked, students read 
the target paragraph silently and then aloud. Students circled clue words and underlined the part 
of the sentence that followed the clue words. Blue crayons were used to mark the causes and 
green crayons were used to mark the effects. For the second lesson, students completed a 
graphic organizer for the targeted paragraph. After the graphic organizer was completed, 
students answered comprehension questions. One question was literal, one question was about 
causes, and the third asked about effects. Finally, the Jesson ended with a review of the strategies 
as well as the content. 
The content-only program focused on the same content, same materials, but it did not 
focus on cause-effect structure. The same target paragraphs were used, but there was no explicit 
instruction on cause-effect structure. The first lesson started with a discussion of the students' 
background knowledge about the community and the feature. This was done through a KWL 
procedure (what I Know, what I Want to know, and what I Learned). Next, the teacher reviewed 
the same vocabulary words as in the text structure program. Following the vocabulary review, 
the teacher read-aloud from a trade book and elicited discussion and questions. A community 
chart was kept, just as the text structure program. Students completed a web graphic organizer. 
The next lesson started with a read-aloud of the target paragraph. This paragraph was the same 
paragraph used in the text structure program. However, students were not instructed to examine 
the key words. Following the target paragraph, students were to ask content-only comprehension 
questions. Additionally, students drew pictures related to the topic and wrote a paragraph about 
their drawing. Finally, the lesson concluded with a review of the content only. 
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The pretest consisted of audio taped individual interviews. Students completed the Word 
Identification and Passage Comprehension subtests of the woodcock reading mastery test-
revised (WRMT-R), Form H (Woodcock, 1987). The second pretest consisted of three strategy 
and two outcome measures. The strategy measures included locating clue words, locating cause-
effect clauses, and recalling the cause-effect questions. The outcome measures included 
vocabulary concepts and the ability to construct a cause-effect stated in response to a 
comprehension question. Teachers provided feedback after each lesson and classroom 
observations were conducted to ensure fidelity. The posttest included audio-taped interviews 
and the word identification and passage comprehension subtests of the WRMT-R (Woodcock, 
1897). Additionally, the post-test included the same strategy and outcome measures. 
This study extended the findings of Williams et a!. (2005), concluding that explicit 
comprehension instruction of text structure can be effective at the primary grade level. The text 
structure group higher than the other two groups on the effect question. This group did not score 
higher on the cause questions, leading Williams et al. (2006) to believe that all students had prior 
knowledge ofthe cause concept. The performance of the two instruction groups did not differ on 
the content outcomes. As a result, embedding text structure into content areas does not 
negatively impact content learned. In the area of locating clue words, underlining clauses, 
completing graphic organizer, and recalling cause-effect questions, the text structure group had a 
higher mean proportion. Therefore, the explicit teaching in cause-effect within a social studies 
classroom is effective and supports comprehension. 
The purpose of reading is to comprehend, and understanding the author's purpose must 
be addressed in all subject areas. Utilizing a variety of expository texts, including primary 
source documents, requires readers to use comprehension strategies. Expository texts are more 
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challenging, as many students struggle with unfamiliar content. Furthermore, the organization of 
content can be challenging in itself. Therefore, readers will need explicit instruction on how to 
make sense of the text, specifically the structure. Authors organize their ideas in a purposeful 
way. Providing instruction on how to identify the organization can help readers make sense of 
the new content. After Williams et al. (2006) study, it can be concluded that providing cause-
effect instruction within the social studies classroom will increase overall comprehension of the 
content areas. 
Conclusion 
Section one ofthis chapter focused on the instructional reading and writing strategies to 
improve comprehension of expository texts. Understanding vocabulary and asking questions 
such as, "What is this text mostly about?" help readers to comprehend difficult expository texts. 
Journaling and writing about the main idea help readers internalize the big idea of the text. 
Additionally, utilizing comprehension strategies, specifically self-questioning, invite students to 
think more deeply about the text (Smith, Rook, & Smith 2007). A more explicit strategy, the 
Read-Write-Cycle (Curwen, Miller, White-Smith, & Calfee, 2010), promotes higher level 
thinking. Finally, cognitive organizers and technology as a reading tool supports the learner of 
social studies. 
Section two focused on the instructional strategies to support the learner of social studies. 
Such strategies include main idea paragraphs, journal responses to metacognitive and affective 
questioning, and written responses to multiple primary source documents. Additionally, all 
readers were considered, specifically readers with learning disabilities and English Language 
Learners. Furthermore, section two focused on the benefits of writing about the content. 
Writing about the content read helps the reader organize the information with a visual 
Running head: EXPLICIT INSTRUCTION ON TEXT STRUCTURE 45 
representation and as a result helps the reader internalize the content, as well as the strategy used. 
Most importantly, the learner develops into a proficient reader that has higher level thinking 
skills to utilize within all contexts. 
Section three focused on text structure instruction, specifically compare-contrast and 
cause-effect. As readers attempt to internalize new content, understanding the organization of 
the written work provides a visual road map as he attempts to construct meaning. Utilizing 
shared readings to model text structure allows the reader to process the importance of identifying 
the overall structure of the text. Furthermore, explicit instruction on how to pay attention to the 
text structure and use that knowledge to write a summary is explored. Finally, explicitly 
teaching key words and providing modeling with target paragraphs invites the reader to 
internalize how to make sense of new information. Each new text introduced to readers should 
have a clear purpose. Instruction should match the text and educators should teach with 
intention. Understanding the organization of a social studies text provides a visual representation 
of new information and supports the learner of social studies. 
The next section reviews the methodology and procedures to complete the research. 
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CHAPTERTHREE:PROCEDURESFORSTUDY 
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The purpose of this case study was to identify effective instructional strategies to suppmi 
readers' comprehension of expository texts, specifically utilizing social studies content, and the 
need for this type of instruction in elementary classrooms. This study focused on two text 
structures: cause-and-effect and compare-and-contrast. In addition, the researcher focused on 
two units: exploration of the new world and colonial times. Students submitted a writing sample 
before and after the study. The Qualitative Reading Inventory-5 (Leslie & Caldwell, 201 0) 
expository passages, "Martin Luther King, Jr." and "Margaret Mead," were used to assess 
student comprehension before and after the passage. Finally, a content area quiz was created to 
assess student understanding of the social studies material. The researcher's goal was to improve 
comprehension of social studies content through the use of explicit instruction on expository text 
structure. 
The text structure of expository texts varies depending on the topic and the author's 
purpose. Example text structures include compare and contrast, cause and effect, descriptive, 
sequencing, and problem solution. Understanding the organization of expository texts can 
support comprehension (Williams, 2005). Explicit instruction is needed to support this new 
strategy. Additionally, writing about your reading helps to internalize the material. Therefore, 
combining explicit instruction on text frames and engaging the students through written activities 
will foster comprehension and increase retention. The researcher's hypothesis stated that explicit 
instruction on the text structure of expository texts would increase students' comprehension of 
fifth grade social studies content. In this chapter the researcher will first describe the sample 
population, then the procedure, and finally explain the data collection. 
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Description of Sample 
This case study was conducted in the researcher's fifth grade homeroom class. The 
researcher teaches in a suburban, Midwest school. The classroom consists of27 students. All 
students are Caucasian. The socioeconomic status of the students varies. The majority of the 
students are members of a middle class family. Two families fall below the poverty level and 
25% of the students are from upper middle class families. One student receives free or reduced 
lunch. One student is identified with Aspergers, but is fully functioning and does not receive 
special education services. Of the 27 students, 15 were female and 12 male. All fifth graders 
were between the ages of 1 0-11. 
Description of the Procedures 
First the researcher examined the Common Core State Standards and created two learning 
targets for the students : I can identify the overall text structure of an information text and I can 
construct a main idea paragraph. Additionally, the researcher created essential questions, or big 
ideas, for the units that were posted within the room to ensure that the overall purpose was 
visible for the students. For the explorer unit the essential question was "What motivates people 
to leave their homeland and settle in a new place?'' For the colonial times unit, the essential 
question was "How does the culture and traditions of a nation change over time?'' 
Comprehension of the social studies content was an important aspect of this case study. 
Utilizing text-frame instruction and writing to support the acquisition of content knowledge was 
a secondary goal. Before providing instruction the researcher collected data on student reading 
abilities to provide a baseline. The researcher first collected student data from a Qualitative 
Reading Inventory-5 (Leslie & Caldwell, 20 I 0), level five expository passage. Students read the 
text independently and provided answers to explicit and implicit questions. The researcher 
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reviewed the student answers to establish baseline data on passage comprehension. The 
students were directed to respond to the essential questions and create a main idea paragraph. 
Students were not presented with the rubric for the writing assessment until after the pre-
assessment data was collected. The final assessment was a content area quiz. The 10 question 
quiz contained five questions regarding the exploration era and five questions regarding the 
colonial times. The researcher averaged the scores for comparison purposes. 
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After gathering data, the researcher collected informational texts on the first social 
studies unit, explorers. The selected texts were short and concise. The researcher rewrote the 
texts to include signal words and ensure that the readability was at a fifth grade level. To do this, 
the researcher selected a passage from the social studies textbook and rewrote the text with less 
complex sentences and grade level appropriate academic vocabulary. Before students read the 
social studies material, the researcher explicitly taught students why text frames were important 
for comprehension and created a buzz-word graphic organizer. This graphic organizer listed 
signal words to look for when identifying how the text was organized and was displayed 
throughout the study. 
After a specific text was chosen to begin the unit, the researcher displayed the learning 
target and essential question. The expectation was that students would be able to eventually 
respond to the essential question, using correct information from the specific event to support 
their thinking of the content. Additionally, after the unit, students would be expected to 
complete a post-assessment. To build background knowledge, the researcher first introduced 
relevant vocabulary and invited student discussion to further build on their prior lcnow!edge. 
Next, depending on the article, the researcher taught the specific text frame and signal words to 
locate within that text frame. The researcher first introduced cause and effect, as this structure 
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matched the unit themes much better. After a short introduction on cause-and-effect, the 
researcher provided students with a paragraph from the social studies article corresponding to the 
specific text frame being taught. The signal words were already highlighted. 
The next day the students completed a sentence completion activity. The sentences were 
selected from the passage read the previous day. First, the researcher modeled how to complete 
a fill-in-the-blank worksheet where essential vocabulary words were missing. Next, the 
researcher modeled appropriate think-aloud strategies to decide which sentences belonged 
together and which sentences did not. After that, the researcher modeled how to place the 
sentences in order with the main idea sentence first. Finally, the researcher modeled how to 
rewrite the sentences to create a main idea paragraph. 
The following day, the researcher repeated the same procedure with a different text and 
gradually released responsibility to the students. First, the students and the researcher worked 
through the text to decide how the text was organized, highlighted signal words, completed the 
sentence completion activity, and grouped sentences together. Then the students rewrote their 
own main idea paragraph independently. As a closing, students shared their paragraphs with 
their table partners to engage in peer conversation. If need be, students were provided an 
opportunity to revise their paragraphs with a different color writing utensil. This allowed the 
researcher to observe how the conversation impacted student comprehension. 
On the fourth day, students worked independently. First, students read through a new 
article on their own, highlighting signal words. Next, students identified the text frame. After 
that, students completed the sentence completion activity, organized the sentences into a main 
idea paragraph, and rewrote their own main idea paragraph. This entire procedure was 
completed with the same text feature, cause and effect, to help students internalize the overall 
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goal. The researcher utilized four days pre-assessing and post assessing, and 16 days focusing 
on two text frames: cause and effect and compare and contrast. The researcher utilized eight 
days on each unit. For the explorer unit, the researcher focused on cause and effect. For the 
colonial times unit, the researcher focused on compare and contrast. 
Explanation of Data Collection 
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The researcher administered the Qualitative Reading lnventory-5 (Leslie & Caldwell, 
201 0) fifth grade expository passage, "Martin Luther King, Jr." This passage enabled the 
researcher to analyze students' ability to read an expository passage and comprehend the 
author's intended message: to inform. The passage was completed whole group. All students 
within the sample read the passage silently. After reading the passage, students responded to the 
questions. The researcher rewrote the questions and provided a copy to all students. After 
answering questions, the researcher met with each student individually and had him or her retell 
the story (see Appendix A for a copy of the questions). After the study, the expository passage 
"Margaret Mead" was administered for comparative purposes (Leslie & Caldwell, 201 0). In 
addition, a writing sample was collected before and after each unit. The students had to respond 
to the essential question. The researcher looked for strong main idea paragraphs that included a 
main idea statement, supporting details, and transitional words and/or phrases. Appendix B 
contains the rubric used to assess students' responses to the essential questions. 
A content-area quiz was administered before the study. The researcher created a 10 
question quiz, with five questions on exploration and five questions on colonial times. The 
questions were explicit in nature, allowing the researcher to analyze students' retention of the 
content (see Appendix C for a copy ofthe quiz). Students were directed to complete the quiz 
independently. All students received 15 minutes to complete the quiz. This quiz was 
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administered before each unit and at the end of both units. The data provided the researcher with 
information to analyze the effectiveness of explicit instruction on text structure in terms of 
students' comprehension of social studies content. The compilation of descriptive data analyzed 
overall comprehension of expository texts, ability to write a main idea paragraph, and ability to 
retain and recall specific details connecting to the content. 
Conclusion 
The purpose of this study was to identify effective instructional strategies to support 
readers' comprehension of expository texts, specifically social studies content, and the need for 
this type of instruction in elementary classrooms. This study focused on two text structures: 
cause-and-effect and compare-and-contrast. The researcher conducted the study within a 
heterogeneous fifth grade classroom. During the time of the study, the students in this study 
completed a unit on Native Americans and were about to begin a unit on exploration. Following 
the unit on exploration, the students began studying colonial times in America. 
The researcher collected data to analyze student achievement. Students submitted writing 
samples before and after the study. The researcher hoped for students to internalize the content 
related material in a well-organized main idea paragraph. Additionally, students silently read an 
expository passage from Qualitative Reading lnventory-5 (Leslie & Caldwell, 201 0) to assess 
comprehension. Finally, a content area quiz was administered to assess students' learned 
knowledge on both units. 
The text structure of expository texts varies depending on the topic and the author's 
purpose. For this study, the text structures cause-and-effect and compare-and-contrast were 
explicitly taught in order to increase fifth grade students' comprehension of a social studies text. 
The researcher's hypothesis stated that explicit instruction on the text structure of expository 
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texts would increase students' comprehension of fifth grade social studies content. The next 
chapter reviews the data to analyze the effectiveness of the instructional practices. 
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The purpose of this research was to identify instructional comprehension strategies to 
support readers as they comprehend challenging expository text. The related research question 
was: Will explicit instruction on the cause-and-effect and compare -and-contrast text structures 
increase fifth grade readers comprehension of a social studies text? This inquiry directed the 
course of this research. This chapter reveals the results and analysis of the data collected 
throughout the study for the researcher to determine and support the answer to the question. 
Presentation of Data 
The design of the study employed the data collection of writing samples, Qualitative 
Reading lnventory-5 (Leslie & Caldwell, 201 0) passage questions and retelling skills, and 
content area quizzes. Twenty-seven fifth grade students participated. The writing assessment 
was scored using a rubric (see Appendix B for a copy ofthe rubric). The QRI-5 text was 
administered as a whole group and only the comprehension questions and retelling sections were 
analyzed. A percentage of correct answers were provided for the content area quizzes. The pre 
and post scores were analyzed. 
To begin the study, pre-assessments were administered to provide a baseline. The first 
assessment included a writing sample from each student. Students were asked to write a main 
idea paragraph in response to the essential questions: "What motivates people to leave their 
homeland and explore a new world?" and "How do the natural resources of an area impact the 
daily life of colonists?" Utilizing a rubric, the researcher looked for a strong main idea 
statement, three or more supporting details, and a closing sentence. The rubric was standards 
based and created by the researcher. Proficient and advanced scores needed to include 
transitional words or phrases to match the organization of the written work. This indicates the 
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students' ability to transfer their knowledge of text structure into their own written piece. 
Additionally, the main idea statement had to match the author's intended message. Pre-test and 
post-test results of the writing samples are presented in Table 1 below. 
Table 1 
Pre-test and Post-test Writing Sample Results 
Assessment Advanced Proficient Basic Minimal 
Writing Sample 0 Students 0 Students 12 Students 15 Students 
!-Pre 
Writing Sample 0 Students 0 Students 8 Students 19 Students 
2-Pre 
Writing Sample 8 Student 14 Students 8 Students 0 Students 
!-Post 
Writing Sample 7 Students 15 Students 5 Students I Students 
2-Post 
Additionally, samples from a pre-assessment of a randomly selected student response to 
the essential questions, "What motivates people to leave their homeland and explore a new 
world?" and "How do the natural resources of an area impact the daily life of colonists?" was 
presented in Table 2. Table 3 provides the results of the post-assessment writing sample from the 
same randomly selected student. 
Table 2 
Comparison of Student Responses on Pre- Writing Samples 
Essential Question 
What motivates people 
to leave their homeland 
and explore a new world? 
How do the natural resources of an 
area impact daily life of colonists? 
Pre-Assessment Student Response 
To find new things in the world. Maybe to get 
more land. 
That 's what they used to make money and to sell. 
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Table 3 
Comparison of Student Responses on Post-Writing Sample 
Essential Question 
What motivates people 
to leave their homeland 
and explore a new world? 
How do the natural resources 
of an area impact the daily life 
of colonists?" 
Post-Assessment Student Response 
Europeans would leave their homeland to find new land 
spices and just for adventure. Stories were told about new 
lands and riches that could be found there. Explorers were 
looking for spices like the ones in China. Some explorers 
just liked adventure. Because of these reasons, Europeans 
explored. 
Colonists would settle in differrent places in the new world 
with diffeJTent types of resorces. The resorces 
shapped the culture of the colonies. For example, South 
Carolina had good land for tobaco. Simlarly, the Middle 
Colonies had good land for grains. In contrast, New 
England was better for fishing. The resorces decided jobs 
And way of living. 
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The Qualitative Reading Inventory-5 Passage Level subtest (Leslie and Caldwell, 201 0), 
which consisted of a compilation of informal reading inventories, was used to analyze student 
responses to comprehension questions. It utilizes narrative and expository texts, graded word 
lists, recall maps, explicit/implicit questions designed for each reading selection, and prior 
knowledge measures. The assessment was designed to determine the student's independent and 
instructional reading levels. The QRI-5 uses the following sequence oflevels: pre-primer, 
primer, level one, level two, through upper middle school, and high school. The researcher 
administered a level five QRI- 5 expository passage, "Martin Luther King, Jr.," for baseline data. 
After the study, the level five QRI-5 expository passage, "Margaret Mead" was administered for 
comparative purposes. The QRI-5 passages were used to assess the students' ability to 
comprehend the author's central message. The researcher analyzed the students' ability to 
correctly answer explicit and implicit questions in regards to the passage as well as retelling the 
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details. Students met with the researcher independently to retell the text. The results from the 
pre and post assessments are summarized in Table 4. 
Table 4 
Pre and Post QRI-5 Results 
Participant Explicit Implicit Retell Explicit Implicit Retell 
Pre Pre Pre Post Post Post 
Student 1 75% 50% 37% 100% 100% 37% 
Student 2 75% 75% 24% 100% 75% 34% 
Student 3 50% 25% /9% 50% 75% 19% 
Student 4 25% 50% 9% 50% 75% 9% 
Student 5 50% 50% 15% 50% 100% 15% 
Student 6 100% 25% 34% 100% 100% 28% 
Student 7 75% 25% 15% 75% 50% 15% 
Student 8 50% 50% 17% 75% 50% 17% 
Student 9 50% 25% 9% 50% 25% 9% 
Student 10 75% 50% 15% 75% 50% 15% 
Student 1 I 75% 50% 17% 100% 100% 21% 
Student I2 0% 0% 7% 50% 25% 9% 
Student 13 100% 50% 47% 100% 50% 34% 
Student 14 50% 25% 15% 25% 25% 19% 
Student 15 50% 50% 15% 50% 50% 17% 
Student I6 75% 75% 24% 75% 75% 34% 
Student I 7 25% 25% 9% 50% 25% 15% 
Student I8 25% 25% 9% 25% 25% 17% 
Student 19 50% 75% 34% 50% 75% 34% 
Student 20 50% 25% 15% 50% 75% 17% 
Student 21 50% 50% 24% 50% 75% 34% 
Student 22 25% 50% 7% 25% 50% 15% 
Student 23 25% 75% 9% 25% 50% 9% 
Student 24 /00% 75% 34% 75% 75% 44% 
Student 25 50% 50% /8% 75% 100% 22% 
Student 26 75% 50% 15% 75% 100% 21% 
Student 27 25% 50% 19% 50% 50% 19% 
The final assessment created for data collection was a content area quiz. The students 
completed a 10 question multiple choice quiz on exploration of the new world and colonial 
times. The questions were explicit in nature. The researcher's goal was to measure students' 
prior knowledge, with the belief that most students would not do well. The questions regarding 
exploration era included: 1) Who was the first known European explorer to reach the New 
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World? 2) What motivated Europeans to travel to the New World? 3) Who was the first 
European to create a school to train sailors? 4) Which country sponsored the voyage of 
Christopher Columbus 5) Which country first found a sea route to Asia? The questions regarding 
the original 13 colonies included: 1) What were the people who settled in the New England 
Colonies called? 2) The "states" ofthe New England Colonies were? 3) The "states" of the 
Middle Colonies were? 4) The "states" of the Southern Colonies were? 5) What were the main 
cash crops in the Middle Colonies? Table 5 details the results of the pre and post assessments. 
Table 5 
Pre-test and Post-test Content Quiz Results 
Participants Quiz Quiz Participants Quiz Quiz 
Pre Post Pre Post 
Student I 60% 70% Student 15 60% 100% 
Student 2 20% 70% Student 16 10% 80% 
Student 3 20% 80% Student 17 0 20% 
Student 4 50% 70% Student 18 20% 80% 
Student 5 40% 80% Student 19 30% 90% 
Student 6 30% 90% Student 20 30% 70% 
Student 7 20% 100% Student 21 30% 100% 
Student 8 0 40% Student 22 20% 100% 
Student 9 10% 80% Student 23 40% 100% 
Student 10 20% 90% Student 24 50% 100% 
Student 11 50% 90% Student 15 20% 90% 
Student 12 40% 70% Student 26 30% 80% 
Student 13 40% 70% Student 27 0 30% 
Student 14 40% 70% 
Analysis of Data 
The initial writing assessment provided valuable information regarding students' abilities 
to use their knowledge of the content areas and construct a main idea paragraph. No students 
were able to construct a proficient response. For passage one, 12 students simply wrote, "I do 
not know." For passage two, 10 students did not attempt to respond. For both writing samples, 
approximately 70% of the sample did not create a well-constructed paragraph. There was not a 
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main idea statement or supporting details. After the study, students were expected to respond to 
both essential questions again. Throughout the case study, students had experience writing 
multiple main idea paragraphs. The structure or organization of a main idea paragraph was 
explicitly modeled. Additionally, students worked with the writing rubric to self-reflect on their 
written pieces throughout the study. All students within the sample made significant gains in 
both content knowledge and structure of a main idea paragraph. Before the study, no students 
wrote a proficient response for either writing samples. After the study, 80% of students wrote 
either a proficient or advanced response. Less than 20% received a basic score and no students 
were considered minimal. In addition, students made significant gains in overall reading 
comprehension of expository texts. 
All students read the same passage from the Qualitative Reading Inventory-5 (Leslie & 
Caldwell, 2010), "Martin Luther King, Jr." For the pre-assessment, no students correctly · 
answered all implicit and explicit questions. A majority ofthe students, 17, answered less than 
75% ofthe questions correctly. The mean score of the explicit answers was 50%, with the 
median score of 54%. For the implicit questions, the mean was 50% with a median score of 
48%. After the six week study, all students read the expository passage, "Margaret Mead," also 
from the Qualitative Reading Inventory, and responded to the explicit and implicit questions. 
The mean scores for answering explicit and implicit questions increased. For the explicit 
questions, the mean score increased to 72% and the median score increased to 72%. For the 
implicit questions, the mean score increased to 63% and the median score increased to 75%. 
This increase in scores does not strongly suggest that text structure awareness increases 
comprehension of expository texts. In addition to answering explicit and implicit questions, 
students were directed to retell the story. There were a total of 53 details possible for recall. 
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Students retold the details they remembered to the researcher. Before the study, the mean score 
was 15% with a median score of 17. 7%. After the study, the mean score increased to 19% and 
the median score increased to 21%. While the mean and median scores increased in all areas, the 
increase does not strongly suggest a correlation between text structure awareness and 
comprehension. Limitations will be explored in the following chapter. 
Before the study, all students scored below 70% on the content area quiz. The mean score 
was 28.9% with a median score of 30%. This indicated that the students had little to no 
background knowledge on explorers of the New World or the original 13 colonies. The content 
area quiz post results demonstrated significant gains. The mean score was 75.5% and the median 
score was 80%. A total of six students scored a l 00% and no students received zero points. This 
drastic increase in mean and median scores strongly suggests that explicit instruction on text 
structure awareness increases students' comprehension of social studies content read. Table 6 
compares the mean scores for pre and post assessments. 
Table 6 
Pre and Post Mean Scores 
Writing 
QRI Explicit 
QRI Implicit 
Q RI Retelling 
Content Quiz 
Pre-Test Mean Scores 
30% 
50% 
50% 
15% 
28 .9% 
Post-Test Mean Scores 
80% 
72% 
63% 
19% 
75.5% 
Collectively, all assessments provided useful data supporting the overall effectiveness of 
explicit instruction on text structure when teaching fifth grade students to comprehend a social 
studies text. In the following section, the results will be summarized. 
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Conclusion 
After the case study, all students within the sample completed the same assessments . The 
researcher analyzed all pieces to data to measure growth. Collectively, the assessments 
measured content knowledge and ability to retain and comprehend expository, social studies 
texts . Additionally, the researcher analyzed student papers for the use of signal words within 
their own main idea paragraphs. Utilizing the signal words provided evidence of students' 
ability to understand text structures and their purpose. Students were expected to have the same 
organization styles within their own writing. 
The pre-assessments and post-assessments collected for this study indicated that explicit 
instruction on the text structures cause-and-effect and compare-and-contrast increased students' 
comprehension of expository, social studies texts. All post-assessments demonstrated a 
noteworthy rise in reading comprehension. The final chapter will provide a full analysis of the 
data in relation to existing research, an explanation of the results, and the strengths and 
limitations of this action research study, and recommendations for future research. 
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CHAPTER FIVE: CONCLUSIONS 
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The purpose of this research study was to investigate the effectiveness of explicit 
instruction on text structure awareness through modeling and a gradual release of responsibility 
to the readers. Students received immediate feedback throughout the study, enabling the 
researcher to track and properly scaffold students' learning. The following sections provide an 
explanation of the results in connection to existing research, the results of the collected data, 
strengths and limitations ofthe study, and recommendations for future research. 
Connections to Existing Research 
A number of Grade Five Wisconsin Common Core State Standards for English Language 
Arts and Literacy (Common Core State Standards Initiative, 2011) were identified to provide this 
study authenticity and relevance. The most prevalent standard in connection to the study was the 
need for explicit instruction on the different text structures of informational texts. Additionally, 
students must support the main idea with text evidence (Common Core State Standards Initiative, 
2011 ). The structure of this study linked to the Reading Standards for Informational Text, 
specifically Craft and Structure (Common Core State Standards Initiative, 2011). 
To guide this study and properly support readers' construction of new knowledge, the 
scaffolding theory developed by psychologist Lev Vygotsky (1978) was considered. This theory 
proposed that learning depended on the learners Zone of Proximal Development, which 
Vygotksy defined as "the distance between the actual developmental level as determined by 
independent problem solving and the level of potential development as determined through 
problem solving under adult guidance or in collaboration with more capable peers" (p. 86). As a 
result, the researcher exposed the learners to a new, challenging task with guidance and slowly 
removed support in order for the learners to form a deeper understanding. The study occurred 
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over six weeks, three times a week, in which responsibility was slowly released to the learner. In 
addition to Vygotsky's (1978) scaffolding theory, a combination of related studies was used to 
direct the course of the action research. First, Curwen, Miller, White-Smith, & Calfee (2010) 
provided an interesting insight on thinking deeper about a text to internalize the message. 
Montelongo, Herter, Ansaldo, and Hatter (20 1 0) researched writing and vocabulary instruction to 
promote overall comprehension of expository texts. Finally, Monte-Sano (20 1 0) focused his 
research on the effectiveness of writing about the content to build comprehension skills. 
Curwen, Miller, White-Smith, & Calfee (20 1 0) conducted research to identify effective 
instructional strategies to support the reader of expository texts. The researchers concluded that 
reading throughout content areas effectively engaged learners to think analytically and deeper 
about the content. Therefore, teachers must provide instructional reading strategies throughout 
all content areas. The researchers created the reading program Read Write Cycle (R WC) 
(Curwen et al., 201 0). This cycle focused on four components: Connecting to student prior 
knowledge, organizing new ideas with graphic organizers, reflecting on the graphic organizers 
and making changes, and extending with reading and writing. Comprehension strategies were to 
be integrated throughout all four components while reading to learn. The R WC integrated 
techniques such as pre-writing, think-alouds, graphic organizers, text structure, vocabulary clues, 
and KWL chmis (Curwen et al., 201 0). After the study, the researchers and teacher participants 
observed an increase in overall comprehension of the content area studied and stronger 
metacognitive thinking skills. Specifically, Montelongo, Herter, Ansaldo, and Hatter (20 1 0) 
conducted a study to explore instructional strategies for teaching reading and writing skills for 
social studies texts. 
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Montelongo, Herter, Ansaldo, and Hatter (201 0) questioned the instructional strategies 
needed for teaching reading and writing within a social studies class. The strategies included: 
vocabulary words, text structures, modified sentence completion activity, and rewriting text. 
Based on recent research, Montelongo et al. believed that relying solely on the textbook and 
informing students to "use the first sentence" to locate the main idea was not effective. The first 
part of the study included direct vocabulary instruction. After the direct vocabulary instruction, 
students had to complete a sentence completion activity, deciding which vocabulary word was 
missing within the sentences. Next, the instructors implemented explicit instruction on text 
structure, specifically the purpose and the signal words. When this task was completed, all 
sentences from the sentence completion activity had to be put in sequential order. Finally, 
students had to turn the sentences into a main idea paragraph. The researchers determined that 
the gradual release of responsibility to the students was effective. All students made significant 
gains and the researchers concluded that explicit instruction on vocabulary, text structure 
awareness, and main idea paragraphs increases overall comprehension. 
Finally, Monte-Sano (2011) conducted a study to evaluate instructional writing strategies 
to promote comprehension of social studies material and retention of content. Based on previous 
research, Monte-Sano stated that basic reading comprehension and summaries were the only 
focus of teachers of social studies. Additionally, Monte-Santo believed that writing instruction 
should be included to increase students' historical reasoning and writing abilities. The study 
suggested that reading and writing can help students understand history and learn to think 
historically while increasing literacy skills. 
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Combining research, national trends in education, and the needs of the sample 
population, the researcher designed a study to increase comprehension of expository, social 
studies texts. The next section analyzes the data and highlights the results of the study. 
Explanation of Results 
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At the end of the study the students completed a writing assessment. Students were 
directed to respond to two essential questions. Each question connected to the social studies 
units, either exploration or 13 colonies. All students were expected to write a main idea 
paragraph, including a main idea statement sentence and three supporting details (see Appendix 
B for rubric). 
The students made significant gains. Before the study, none of the students received 
scores of proficient or advanced. All 27 students were in the category of basic or minimal for 
both writing sample one and two. For the post assessment, writing sample one, 22 students were 
identified as proficient or advanced. For the second writing sample, 22 students were identified 
as proficient or advanced . This significant gain suggested that explicit instruction on text 
structure awareness increases students' comprehension of the content knowledge and 
organization of a written text. 
In addition to the written assessment to the essential questions, all students completed a 
content area quiz. Before the study, students scored below 70%. The mean score was 28.9% 
and the median score was 30%. This indicated the lack of background knowledge of exploration 
and the 13 colonies. At the end ofthe study, the mean score increased to 75.5% and the median 
increased to 80%. The results strongly suggest that text structure awareness increases student 
retention of social studies content within a text. 
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To assess students ' overall comprehension of expository texts, the Qualitative Reading 
Inventory-5 (QRI-5) was administered (Leslie & Caldwell, 201 0.) Students read a level five 
expository passage silently and then answered four implicit and four explicit questions. After the 
students completed 'the comprehension questions, students had to retell the details ofthe story 
independently. For the pre-assessment, the mean ofthe explicit and implicit questions was 50%. 
After the six week study, the mean increased to 72% for the explicit questions and 63% for the 
implicit questions. While this did increase, there was only a one-question difference between a 
50% and 75%. Students made smaller gains on the retelling portion of the assessment. For the 
pre-assessment, the mean score was 15%. For the post-assessment, the mean score was 19%. 
Several students did increase their overall score; however, many students received the same 
score or went down. Therefore, the researcher could not conclude that text structure awareness 
directly impacts comprehension of expository texts. Strengths of the study, as well as limitations, 
are addressed in the next section. 
Strengths and Limitations 
The greatest achievement from this study was the students' ability to construct a main 
idea paragraph. The explicit instruction on text organization transferred to the students' writing. 
Almost all students were able to identify the main idea of the text and support the main idea with 
text evidence. A total of five students used direct quotations within their writing to better 
support the main idea statement. Modeling text structure awareness and then having students 
work with partners enabled students to eventually work independently. This release of 
responsibility supported students' understanding of the structure and prepared all students to 
handle the skill on their own. Additionally, sentence completion activities provided practice for 
students to manipulate sentences and reorder them to make sense. The sentence completion 
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activity invited students to work with content area vocabulary a difficult task. Finally, utilizing 
graphic organizers provided students time to visually represent the new information. The writing 
samples indicated that text structure awareness supports the reader of expository texts organize 
and make sense of the new information. Furthermore, the reader was able to internalize the 
material and construct a strong written response. This is further supported when analyzing the 
content area quizzes. 
The results of the content area quizzes suggested that understanding text structure 
increases student retention of content knowledge, specifically, social studies content. The 
students interacted with two articles over five classes. The articles were short, written at the fifth 
grade level, and followed the patterns of one text structure. The amount of instructional time on 
two articles allowed the students to manipulate the content in a variety of ways: explicit 
modeling from the researcher, sentence completions, graphic organizers and main idea paragraph 
construction. The explicit instruction and student practice helped students to truly internalize the 
content. The mean score of the quizzes increased from 28.9% to 75.5%. This growth strongly 
suggested that explicit instruction on text structure increases student retention of content 
knowledge. However, the results from the Qualitative Reading Inventory-5 (Leslie & Caldwell, 
2010) indicated that overall comprehension does not significantly improve. 
The student population did not make significant gains on the Qualitative Reading 
Inventory-5. The mean scores did increase; however, there was only a one question difference 
between a 50% and a 75%. While most students did increase their scores, some scores decreased 
or remained the same. 
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Limitations of the Study 
The results may be due in part to the short amount of time allocated for the study. A six 
week time frame may not be enough time to increase students' comprehension of expository 
texts. Additionally, the structures ofthe QRI-5 passages were descriptive, not written in cause-
and-effect or compare-and-contrast structure. The students did not have an opportunity to 
receive instruction on the descriptive text structure. Furthermore, the passage was lengthier than 
the passages used throughout the study and were not on the same topic. Another limitation of the 
study was the simplicity of the passages. The passages used throughout the study consisted of 
only one type of text structure: cause-and-effect or compare-contrast. This is not typical of most 
expository texts. In addition, the teacher modeled the text structures explicitly and did not 
provide time for students to read a passage and identify the text structure on their own. 
Recommendations for future research are addressed in the next section. 
Recommendations for Future Research 
Future research on text structure awareness should first and foremost involve explicit 
instruction on the purpose and necessity of understanding the overall organization of expository 
texts. The teacher must model the thinking process to evaluate the structure of a text, and invite 
students to practice the skill independently in time. Additionally, future research should include 
different strategies to internalize the overall meaning ofthe text, such as writing activities and 
graphic organizers. Furthermore, this research should occur over a longer period of time and 
include more opportunities for the readers to identify the types of text structures within passages. 
Finally, future research should include students from a variety of grade levels and other content 
areas, such as science. 
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Explicit instruction on text structure awareness invites learners to learn necessary 
strategies needed to comprehend text from an experienced reader. The teacher must model how 
to process new information and make sense of the complicated content. Comprehending new 
information becomes easy for the experienced reader. However, the developing reader needs to 
hear an experienced reader verbalize their thinking in order to understand how skilled readers 
construct meaning. After the teacher has modeled the thinking process and the skills necessary to 
identify the text structure, the students should work with partners or with groups of students. 
Working with a peer creates a safe, fearless environment for the developing reader to practice 
new strategies. As students demonstrate an understanding, they are ready to try the skill 
independent! y. 
Teachers must model the strategies necessary to identify text structure, to support the 
students' need to understand how to organize information in a logical order. Sentence 
completion activities invite students to manipulate sentences from a passage. The physical act of 
moving sentences and reading all sentences together provides time for students to practice 
identifying the best organization of information. Students must ask themselves, "Does this order 
make sense?" In addition, the reader is able to manipulate new content area vocabulary. The 
sentence completion activity leads into graphic organizers. Both tasks invite the reader to 
visually represent the new content, enabling the reader to understand the most important 
information from a text and then construct a main idea paragraph. 
For future quantitative research on text structure awareness to increase comprehension of 
expository texts, the researcher should model multiple text structures, not just two. The reader 
should have experience with a variety of text structures and should practice reading passages and 
identifying the type of text structure, or structures, within the passage. This would require a 
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much lengthier time frame for the study. Finally, the assessments should strongly match the 
study. For example, if students were exposed to the descriptive text structure, the reading 
passage for the assessment should match that structure. Providing instruction on the most 
frequently used text structures would make the process of identifying a passage easier. In 
addition, this study only provided instruction for fifth grade students within a suburban school. 
For future research, the study should include students from more grades and demographics. The 
next section concludes the findings and results of the study. 
Conclusion 
Further research is still needed in the area of expository text structure awareness. 
Williams, Hall, and Lauer (2004) noted that very few programs have been developed for 
teaching expository text structure. The Common Core State Standards Initiative (20 11) 
emphasizes the instructional need of explicit teaching of expository text structures. The purpose 
of the literature review was to analyze previous studies on readers' comprehension of expository 
texts. First, reading and writing strategies to promote comprehension were reviewed. Next, 
strategies to increase comprehension within a social studies class were interpreted. Finally, 
specific instructional practices to teach text structure awareness to reach comprehension were 
analyzed. The literature review provided research on the extent of explicit instruction in 
expository text structures and how such instruction increases reading comprehension. While 
there are several effective instructional strategies to teach comprehension of expository texts, 
text structure awareness provides suppmi for the reader of expository text and should not be 
overlooked. 
This study suggested that text structure awareness, specifically cause-and-effect and 
compare-and-contrast, would increase students understanding of social studies content and 
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ability to construct a main idea paragraph. Furthermore, students were able to retain the new 
information within the social studies texts. Students within the study wrote stronger main idea 
paragraphs and earned higher scores on the content area quiz. While more research should be 
conducted to conclude the best practices for supporting the reader of expository text, this study 
strongly suggested that explicit instruction on the text structures cause-and-effect and compare-
and-contrast increases students' comprehension of social studies texts. 
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Appendix A 
Comprehension Questions 
"Martin Luther King, Jr." 
1. What was Martin Luther King's main goal? 
2. Why had people made laws separating blacks and whites? 
3. In some cities, what did blacks have to do on a crowded bus? 
4. Why was Rosa Parks arrested? 
5. What did many people do to protest Rosa Park's arrest? 
6. Why happened when people refused to ride the buses? 
7. Why was Washington, D.D., an important place to protest unjust laws? 
8. Name on way in which Martin Luther King was honored for his work. 
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Appendix B 
Writing Rubric 
Main Idea Paragraph 
4-Advanced 3-Proficient 2-Basic 1-Minimal 0-No 
Evidence 
Main/Topic idea Main/Topic idea Main/Topic idea Main/Topic idea No evidence 
Main Idea sentence is clear, sentence is either sentence is sentence is 
Sentence correctly placed, unclear or unclear and unclear and 
and is restated in incorrectly incorrectly incorrectly 
the closing placed, and is placed, and is placed, and is not 
sentence. restated in the restated in the restated in the 
closing sentence. closing sentence. closing sentence. 
Paragraph( s) Paragraph( s) Paragraph( s) Paragraph(s) No evidence 
Supporting have three or have two have one have no 
Details more supporting supporting detail supporting detail supporting detail detail sentences sentences that sentence that sentences that 
that relate back relate back to the relate back to the relate back to the 
to the main idea. main idea. main idea. main idea. 
Key words 
relating to the 
text structure are 
used. 
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Appendix C 
Content Area Quiz: Exploration and 13 Colonies 
Please choose the best answer. Circle your response. 
1) Who was the first known European explorer to reach the New World? 
A. Leif Erickson 
B. Amerigo Vespucci 
C. Christopher Columbus 
2) What motivated Europeans to travel to the New World? 
A. Spread Religion 
B. Find New Land 
C. Adventure 
D. All ofthe above 
3) Who was the first European to create a school to train sailors? 
A. Marco Polo 
B. Prince Henry 
C. Vasco DaGama 
4) Which country sponsored the voyage of Christopher Columbus? 
A. Spain 
B. Portugal 
C. England 
5) Which country first found a sea route to Asia? 
A. Spain 
B. Portugal 
C. England 
6) What were the people who settled in the New England Colonies called? 
A. Quakers 
B. Pilgrims 
C. Puritans 
7) The "states" of the New England Colonies were? 
A. Maine, New Hampshire, Massachusetts, Rhode Island, Connecticut, & Vermont 
B. New York, Pennsylvania, New Jersey, & Delaware 
C. Maryland, Virginia, Georgia, North & South Carolina 
8) The "states" of the Middle Colonies were? 
A. Maine, New Hampshire, Massachusetts, Rhode Island, Connecticut, & Vermont 
B. New York, Pennsylvania, New Jersey, & Delaware 
C. Maryland, Virginia, Georgia, North & South Carolina 
9) The "states" of the Southern Colonies were? 
A. Maine, New Hampshire, Massachusetts, Rhode Island, Connecticut, & Vermont 
B. New York, Pennsylvania, New Jersey, & Delaware 
C. Maryland, Virginia, Georgia, North & South Carolina 
1 0) What were the main cash crops in the Middle Colonies? 
A. Bread and Grain 
B. Tobacco and Indigo 
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